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classes bear little relationship to the reading tasks pre-

- ¢ .
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A Positive Approach to ~ . =
Assessment and Correction - ‘ -
of Readdng Difficulties' .
in Middle and Secondary Schools
* Corrective reading instructionéin middle and secondary

schools has taken on a dec1dedly negative character‘over the’
years for a varlety of reasons. Both the assessments and the ‘
1nstruct10n provxded in correctlve readlng classes are pr1~
marily based on students' weaknessestratper than 'on their
strengths. .Further, assessment and instruction in these

sented in other 1nstruct;onal settings where readlng 1s
:’e

required. Consequently, one- can flnd scant evidence oé
positive transfer of gains purportedly made in corrective 3

reading classes to regular classroom reading performance.

It is our intent 1n this paper to examine the roots of
this negative: anproach to corrective reading and to present,

o A
an alternatlve: a positive, non»deflclt approach to. readlng\

»

1nstructlon in mzddle and secondary schools. This approach fs

Y

based on the contentlon that a better understandlng of the \-

nature of readlng comprehensmon processes and of the sophls- \u, -

ticated reading tasks required of students at this level will \

lead to a new conceptuallzatlon of readlng strengths ard \




LI W a .

weaknesses-. Our p051t10n is based on con51derable experlence

worklﬁg w1th;teachers and students in real classroom 51tuatlons,

L2

on the growing body of research evidence that supports an

-

", interactive mo&él of readlng comprehension, and on consensual

2 s b
intuitions regarding instructional processes to support-squ
. 1 . <

7 . .
¢ # )
a model. - - -,

’ 1

- .

.
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Back to Basics: A Non-professional Solution to a Non-existent

Problem.-

.

In spite of increasing evidence that today's students ate
- = ¢ .

reading as wezl as or better than their counterpar?s of 10, 20,
and 30 yearé.ago\(NAER, 1975; Farr, Tuinman,=and %owls, 1975;
'Farr, Fay and Negley, 1978; Farr and Blomenberg, 1979: gicklos,
1980), the media event of a reading crisis persists. Mncreas-~
Eing pubLic criticism rends to make reading educators very
nervous; so nervous, in'fact,,that'many have accepted the media

event as reality

Consequently, they have 1gnored what is

-

really needed in readlng instruction at middle and

.

secondary
schonl levels in order to continue to do, and then redo with’
greeter urgency, what they are already doing well. Though
’Athere is ample evidence‘that studente'are learning the basic
deceding and cbmprehension skills (NAEP, 1975; Farr; Fay, and

Negley, 1978), educators willingly coneign a whole nation of

children *back to basics" without professional consideratian

of the complexities of reading comprehensidi and of the kind

of instruction that is really needed to enhance students'

1

rz2ading achievement.




Make .no mlstake, the authors are néb agalnst baslc readlng

1nstructlon (although we are sometlmes troubled by the way 1t

is conducted). What we' are agalnst is thé pers1stent recycllng

of large numbers of students throagh basic word recognltlon and

literal comprehension skills beciuse of a misinterpretation of

. v.
% ] - . . L

the difficulties studenﬁs encounter -in reading their content

>

<

> . —_-
area texts., - R - w

‘
. . . - . - . .k
DY . - 4
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This deflclt recycllng is especlally eV1dent An- correctlve

A Q

reading classes. Readlng teachers, most of whqQm were trainegd

to. teach elementary readlng Skllls, tend to:-lock middle and

.

secondary school students 1nto an elementary skills-deficit

e

model. This type of 1nstructlon is based on a skllls-suffm—' RN

ciency theory that promotes the idea that if & certain set/and -

aequence of skllls are.learned sufflclent‘y,§? mprehenslon will

take,care of ‘itself. 'The ektent to which such instruction

persists is a measure of how the profession has ignored the

recent body of evidence indicating that reading comprehension

e

occurs, as a complex_interaction among, all the knowledge systems

operating within the reader--conceptual, social, linguistic,

experiential, etc.--and all the linguistic systems operating

in the text--grapho-phonenmic, syntactic,=semantic (see for

“example Adams and Bruce, 1980; Adams and-Collihs,vl979; Ander- -

son et al., 1977; Kam}l, 1978; Rumelhart, 1977; Santa and
Hayes, 1981). The very nature of the more sophisticated 2
reading tasks required of students in middle and secondary

schools creates problems not amenable to the simple, application




of sets and _sequences of skills. The fact that ‘many of our

Btudents survive the transltlon from learning to read to

.

readlng to learn w1thout app:wprlate supportlve 1nstruct10n

is testlmony to their 1ntelllgence and their readlng-reasonlng
- - . _ ) s .

i
\} o

power.

> X‘

Basic Premlses for P051t1ve Readlnq Imorovement &

\
, There are'two premlses that~help 1n developlng the

A}
-t

ratlenale for a pos1t1ve approach to mlddle and\secondary .
3 ‘

school readlng instruction:

\ .
’ ° . \ L N . B A -.-. -
1. The majority of'students who seem to need. cdrrective
% - - - \
readiﬁ%ginstruction in middle and secondéry;schools

: \
don't. — : AU

. ‘ s i \
2. The majority of students who do need corrective
- N - \\
readipng. instryetion don't need the kind they're
\_—/’“ \ _"
getting. .

e
\
3 ~ )

| -

The first premise is based on. the conviction that all
students ,should have ‘the benefit of readingrlnstructioﬁ:in
. : \ _
every classroom where reading is required, and that reading

*

strategjies should be'tauéht simulfaneously with the content of
- the subject beipg taught. * If this’wjre Aone, vér& few stﬁ&ehts
would need cornéctlve instruction. Enfortunately, we generally
abandon the teaching of readlng at the very point where
students need to integrate the skills gleaned from basic'
reading instruction with their knowledge, their experience and

their reasoning power to address more’ complex reqﬂing compre-

heﬁsion tasks (Nelson, 1980).

]
~
~N
o
-




The eas1est way' to 1llustrate the problem is- to compare,

the direct teaching of readlng skllls as 1t 1s done in tne o T
> . o
majorlty of elementary schools with th° functlonal teachlng of ' -

the readlng process as it should be done 1n mlddle and second- -
ary schools. (It must be noted that thlS dlchotomy cannot be

drawn where readlﬂg is taught as a functlonal hOllSth process .

_from the oqtset.) The comparisdn will be made“on three‘dimen-i

‘ _Sions: 1) separation vs. integration of skills; ‘2] word
recognition vs. word acquisition; 3) reconstruction of meaning !
Vs. construction of new meanings: -

¥

Separatlon VS, Integratlon. ) - ) . .-

-

Elementary school readlng programs generally separate

.
AR

- reaalng into a multiplicity’ of skldls. "This fragmentatlon is
: ?ﬁbased on the notion that students can‘learn to read better if
- the whole process is, broken into separate pieces and each qf
-those pleces carefully taught. "It is assumed that when students
have leéarned all of the parts they will be able to reassemble
( them into-a—holistic'readiﬁg process. It is interesting to note

that there is no set or sequence of reading skills that can be

supported on the basis of resZarch. . Most skill sequences are °
basedlon common sehse considerations; however, when both
materials and tests are constrnctedﬁaround’these skill se-
" quences; the-results in terms of students' basic reading

achievement are reasonably good.

"In middle and secondary schools, reading tasks are holistic

innature, requiring the simultaneous use of many skills. The
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content of the mateq}al determines how skills must be integrated

to‘comprehend it. ‘Students need a different kind of readlng : e

instruction that proV1des strategles for integrating and -

e
. 3 N

”applylng prev1ously acquired skills to neW'content Because ‘;
some students- have dlfflculty 1n maklng this trans1tlon, it is
‘assumed that they lack theabas1c skills As a result, they-are
repeatedly recycled through separate\skllls instruction. "This.  _ ‘f 3
process, though it may lead to 1ncreased scores ‘on skill orlented' 7
readlng tests, generally falls to sclve the problem of 1ntegrat-

: 1ng and transferrlng skills to the 1ncreas1ngly sophlstlcated :

. B
h

readlng ;55<s assigned in content area reading classrooms. - .
‘\\ ’ » - - .

\1

In some cases, this "correctiive” reading process exacerbates
L -4

the.problem it is intended to solve. Flrst, 1t T abels students -
as "problenm. readers" causing them new problems w1th self -concept

- and soc1a17relatlonsh1ps. Second, it takes time away from -

i

content classes causing students to fall further behind their

<

peers. Finally, and most 1mportant for readlng comprehen31on, : -
it leads to heavier and heavier reliance on graphlc data tv the

o)
detrlment of' the necéssary 1ntegratlon of graphic and experlen—

“ -k

‘ tlal data that 1s requlred for creative construction’ of meaning. -

[}
hd .

Word Recognition iws. Word Acquisition.

° ) ’ ~
Elementary "schools concentrate on word recognition skills

so that students can re-cognize w.irds -that are already in their ,

=
“x

own lexicons. For example, students .ce taught phonics so that

they can attempt to pronounce, in left to right sequence, the

&

sounds of a word to gain clues to its recognition as a wordtthey




v

already know. Given that this procesg ‘has questionable efficacy

even for known words, it seems too obvious tc set 1n\pr1nt that

=

students w:.l1 have difficulty using their phonlcs skills to

recognize words that_they would not recognize even if they conuld

prondunce then.

Take the sentence, As we rode the old-fashioned carousel, -

the\sounds of the calliope surfouﬂded us. If the word calliope

_were not .in the students' persona; 1ex1cons, they would not only

fall to recognize it, they.would most llkely mispronounce it as

LK)

well. While the context provides' some support for the meaning

of the word, it could as easily .mean crowd, ‘engine, carnival,

amusement park, children, etc. Fufther, the presence of the .

r

word callibée in the text would prebably cause students, reading

oraliy, to also miscue on other words in the sentence because of

the anxiety produced by aqticipation of the unknown woxrd.

¢
t )

Fallure on the part of teachers to recognlze the reasonsg
fqr the students' dlfflcultles atrthls point could lead to
incorrect ;ssessment of the problems as a lack of decodlng
skil;s. While students may aﬁpear to lack these basic reading
skiils, thay‘are)simply unable to épply the skills they péssess
to the more difficult readiﬁg tasks require; of them in contfnt
area textbooks which contaln new concept words and tecnnlcal
vocabulary that may be entirely unfamiliar to them. It should
be no swrprlse, then, that some students have dlfflculty reading
these texts 1ndependently. What is needed is not a recycling

-

through skill-drill word recognition activities, but a program

»
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’«of'instructiog\in each content classroom that 1) provides ex~-
4 . A

perience with the new vocabulary of the content before students

U RN it
AT L,
-‘

.

A S

~
-

"are- expected to re~cggnlze lt in their reading, ‘and 2) provmdes

. context of the content.

”

s
®

-

‘Reconstruction vs. Creative Construction.

: Meaning reéides in the'axperience of the reader. 'what the

° %

reader br;ngs to the text, both in terms of llnqulstxc experlenceA

and of world experlﬁnce, defermlnes, to a large e: tent, whatlﬁma

+

reader takes from the text. The xmportance of the reader's

) i RS- O e TS
-“ “—‘ ) -N — -
" » '
‘
e !

background has been noted by Adams and Bruce (1980, p. 38):
~ To say that background knowledge’if ofLen used, or
is useful in comprehending a storyﬁis igleading.

It suggests that a reader has the optzZ; of

draw1ng on background knowledge to enhance the ‘ 3

comprehension'process, but that he or'g?g‘mighp ’

. ¥ .
. Just as well do without such frills -- as if there

were a reading process separate from the drawing-

¢ 1

on~background~knowledgelproces§. ) ; «*
In fact reading coﬁpréhepsion involves the ¢&on- .
struction of ideas out of pre-existing céncepté.'
A more correct statement of the rdle of gackground

" knowledge would be éhaﬁ domprehension‘is thé use
of prior knowledge to créate_new knowledge. éith:
dpt Qriér knowlédge, a complex object, such as a

text, is not just difficult to interpret; strictly
3 g ~
. l{}

T
it

posxtlve strategles for acqulsltldn 6f new vocabulary within tbe -
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speaking, it is meaningless. . - -

. .. . -
/

|
1
Elementary school reading programs recognxze the importance - : '4

-

of background knowledge in readxng‘wﬁen they almost znvarlably

use textematerials contaxnlng vocabularyy facts, concepts, and

~a 0¥ - °

values that operate within the conceptual framewoxk of the ~ 7/ . N
i -
elementary pupils’ experzence. Stories about home, famlly, pets, -

B

* piay, domestic animals} etc. are the maznstay of- elementary f ) -

s -

readers. Pupils are taight word recognltlonﬁana comprehen51on§ o

i
i

skills so that they cahn reconstruct from the text ideds apd

‘ B _- - *
meanzngs already within the realm of thelr experience. '
| . -

- of A&' ~ . -

. By the erd of the elementary grades,vndﬁxgood ;netructzon, 13

most pupils can successfully use thelr readlné skills to recog- =

v

-

nlze common words &nd to reconstruct famlllar meanzngs., The &

mlstake lies in the assumptlon that they can automat;cally

-

transfer these s?xils to the readlng of textbooks that contaln

uncommon vocabuLary, unknoyn facts,\unfemlllar concepts, and ’ .-

LI >

"unusual values., That some students do make this transfer wzth
apparent ease is testimony to the}r’intelligénce and reasoning
power; that many -havé difficulty should be no surpise to

educators.,

.

-

N - ' It's sometimes necessary, however, to use.very unusual .

i@lustratlons to hﬂlp proflcxeet adult readers to recoan;ze “the
=\ .

dlfﬁ;culty. rake, as an example, the following sentence: - ‘_ -

There's a bear in a plain brown wrappe? doing f11p~flops around
- .|

78 and passing out green stamos. This is a perfectly good

e
4

] i




Englislr sentence. It has nouns, verbs, édjectiveé, phrases,  --.
H B
{- .t
‘clause5“‘etc. Even the words are all Famlllar. However,.anyone

t

not: famlllar w;tn CB radio language woula be very unlzﬁely to N OF

comprehend the a: thor s message, 49, ‘matter how well hé' or she " L
had learned fhe basxc readzng skllls. To understand the meSsege, - b=

both the context of the message and the teqhnxcal vocabulary ' (1

-

must resxde 1n<§%§ experience of the rQEder.' The reader must

= ' b ) - R T
II“-,; recagnzze the sentence as a'CB communlcatxon, both expe*zentxalky ' .-
| B ! Ce
" . and syntactically, and must recognize the spec*ai an@ unusual -
meanzngs of the words wgen used<y1ﬁh1n this context. The reader =

s

" who can.tag thxs*experzence can readily comorehend the message R

. as meanlng that‘a state trocner in an unmarked car is crum%zng , =
‘ .
\ I

back and forth on the hlghway around mile merker 78 and ;ssulng ..

tickets to speederg, The reader thhout this cB: experleﬁce , )

éannot comoreheng\no matter how well ne or she applles decoalng L
. \ - -~

s or bas;c compréhens;on skills. .

\ : . : ' - VA

* ° . ) \ \‘__+ Y A 4 . . f
The ~ same kind of thxng happens when students éncounter =

content area text materlals containlng facts, concepts, and A -

‘ values that are, out51de the realm of their experlence. They A‘.\\\. E

ﬂéﬁave dlfflculty comprehendlng not because they lack decddlng

and comprehenélon skllls, but because they lack’ the exper;ence,

N - -

{
necessary td bring_ meanlng to the text. Even where ccncepts .

~

-are somewhat famlllar to students, they may Lack enough elabora—'

~ « -

t;on of the expermence to comprehevd fully. ATh reading the - C f

‘sentence, After flnlshzng our mousse, Jean went £o the check~

o »
room and I passe& out tribute to all the outstretched palm

R -
. e >
el - A

~F g 0"




11.

most adults would' 1mmed1ately recognize the settmng as a ‘ ot g

- s

|

_ :

restaurant ana the actlon as flnlshlng dessert, retr1ev1ng the - ,j
J

“

, wraps, and tlpplng the walters. “They have developed full and N
~elaborate restaurant schemata from many restaurant experiences -

and can tap these,experiences.to'bring,meaning‘to the message. ‘
|

fBut'Wnat about the student whose only-experlence of :a restaérant -~ .

/ ~ . 32
1s MoDonald s or Burger King? WlTl tﬁls =tudent recognlze “the
word mousse or eVen be* able to‘pronounce 1t° Will he- or she be ,.: .
N 2 . - . —m R » l“ ! . - '
- able to answﬂ% comprehen51on.questlons such as: ‘What.does ot T

~ [

z,r .

"trlbute meanxkﬂ;thas sentence° or ‘What are the characters in

- - hd
* T e . e

i tne story doln o 111 tne student even recognlze that the C

.
’.‘—v’-‘,.'n - ' ' *

'actlon 1s occurrlng ih a resfaurant’ Probably not, .and to-make

‘matters wcrse, when students‘are asked to read aloud from a . i\f$%
T -7 < Lad \i;q:!"* >

'text that they are haV1ng dlfflculty comprehendlng, they tend .°

" to miscue andVLtumble, even on famlllar words, g1v1ng the T

,‘_;,i i . .

1mgresslon that word recognltlon Skllls dre’ lack1ng.f Cthev . | R

.r[n ,--_e

quently, both students and teachers become frustrated and ... . " @

. P

students are~con51§ned to "corrective" classes where they are‘;r

-

.. -again recycled through théfSklllS. ’ -

K Advanced Instruction is the_Key -

Whatwreadlng edueators must recognlze is that the transition
LI ",

from readlng materlals contalnlng common words and famallar Jﬁ%ﬁ

e

A

concepts to content area text books contalnlng uncommon -

. I' -~

vocabulary and unfamiliar concepts involves a change in the

s

g .read;ng progcess from recognltlon of known words to acquisition\xi

S aa, - e

of neW’words, frem, reconstructlon of meaning out of experldnce ‘ -




2 . e

to creative constrnction of new'ﬁéanings and new experience.

¢

l ’ This process involves reasoning, rea.soning from-what is. known

- ’ 4

to what is new, Yeasoning in, around, and beyond the text

‘material (Herber, 1978). . (leﬂ

P
~

- .
P . > . ?

The key to easing the transition is.instrpction -- not*
inst%uction*in special readingrclasses &here students are recycled

through decoding and comprehenSion skile, but instruction that

-occurs‘in every class where reading ‘is required ~=- in literature,

s » e .

in scxence, ih mathematics, in hhe social sc1ences, and in other

o . / - -
“subjects as appropriate.,'~‘ / !

- . e e, .

- e
iy 3.
o - _ems ~
- -
. —.a .
e... -
faMapra., . N [N

Premises Revisited . e e

* IS 4

* b " - -e
e . R -
e ."" CLEE e

Réturning to the first premise, that the majority of e

A Lt e e

studénts who seem to need corrective rea&ing instruction in

[

,..‘é Ou-te" I -

"middle and secdndary schools don't, it is our contention,

-a -
e

based on the previous discussion, that if, instead of «bandon-

ing the teaching of reading‘at-the end-of the elementary §rades,

advancded instruction in readiag-reasoning processes were provided

P

in each content classroom, the majority of students would be

~

able to integrate'the skills the§ possess, access new vocabulary,
and grow in the creative constnyction of meaning. ’Snch
advanced instruction would include the following:l/

B I Strategies'that tap pupils'.expefience~ré1ated or

[

/
ana’ogous to neW concepts to provide conceotual frame-

-

works for integrating newAieeas with prior experience.
- / =

A - . .
2. Strategies that build new concepts or examine




§
&
coaflicting,Valueéibefore students are expected to

comprehend them in readlng.

>

3. 'Sérategles that prov1de students' experience with the ~¥9

s »
technical or uncommcn vodabula*y of the content area

\ L}

:‘before they are expected to recognlze that vocabulary

1n thelr readlng C ~

4. Feed-forward strategies that empha51ze predicting and =
s . 3
= antlcxpatlng meanlngs on the basis of prlor experlence.v

-5. Strategles that gulde and support students readlng at
0 = ,,g
the llteral Lnterpretlve, and applled*levels of

comprehensmon (Herber, 1978).

6. Strategles that bulld posxtlvely on students' skllls .

»
Y

instead of recycllng them.

7.. Strategies that prov1de opportunltles for 1nteract10n o

. o

among students for poollng of experlence, dlscu551on

T
‘of ideas, clarlflcatlon of concepts, multiple recitation

&

of vocabulary, facts, concepts, and values, and to take’.

advantage of the benefits of peer-tutoring ' (Nelson,
7 . ' :

1980) L SRR

’ e,

- ..

8. Strategies that guide and support‘preative reasoning ,.

through and beyond the text material. .

As teachers provide 1nst:uctlonal upport during students’ “ E

tran51tlon from learning to read to readlng to .iearn, mlddle .

and secondary schools find far fewer students who need \ ~v$f§

$

correctlve readlng 1nstruct10n. This leads to our second. premlse, -

the majorlty of students who de-need corrective read1ng= i T - =




' /
g A instructibn in middle and secondary schools don't need the kind

.

-~ ’

they're getting. ' ' . :

; . . v ; | )
Assume -for a moment that subject teachers are trained in

v

. I . N . ; . j
methods and strateg es for teaciing reading simultaneously with ) -

the content of theilr subject area and gré providing such
instruction. Even-so, a few of their students may need 2
* B ~ oo

add}tionai’help in'keading. It is for these students that a a . 5

corrective reading program is established., --It serves as a

‘Zsp.p_pl!ément to the instruction they receive in. the regular con-

e e PR

tent area clagsrooms. As a supplement, it should be consistent

~

) in purpese, function; and definition. Unfortunately, much of’“:

/

what goes on in Gorrective reading classes bears little - e

‘relationship to the reading tasks required in regular class-

-
El -

rooms. Once again, there seems to 'be a lack of application of

what we know about reading comprehension to the instructional

r

settiné. . . =

.Comprehension is the primary objggti?é’in reading; all

other objectives have to do wiih accomplishing comprehension,
s ‘ ? 1 ' ) ' p
€.g., phonics, structural analysis, etc., or wi

*  hension, ‘e.g.; summarizing, outlining, etc. (

- .

As stated earlier, compreshension occurs as avce
) e g

of ali the knowlédge sjét;ms operating withiﬂ éhe ;éader and all

e

' ! "the linguisfic systems bperating in the text. th, then, /do
corrective reading programs focus,so'heavily on d skills deficit

model wherein students' weaknesses become the center of interest o
» ] . .- : e o :
while the strengths are wirtually ignored? Ev®n more disturbing

‘4,*
> ‘e

£ 0"
1‘3 at - 3




Fid

is the,tendency to éoncentrate the students' attention on
graphic cues without the necessary integration of graphic and *

"experiential data required for construction of meaning. J

a 1

i

Examine, for example, the oral reading protocol in Figure
1. 1t represents the oral readlng of a fifth grade boy we'll

call DaV1d. After llstenlng tc a tape recordlng of David's

‘readlng of this and several other paragraphs with 51m11ar

‘mlscues, tairty~-two readlng teachers were given a checklist

»
¥

with 1tems of suggested corractive optlons ranglng from heavy

-

decodlng empha51s to heavy meaning emphas*: 1tems.!uyot

surprisingly, thf most checked item was: A Structuréd review

of ohonlcs w1th»empha51s on blendlng sounds in the mlddle of

‘words. Among the least checked’ 1tems was: Lessons that stress
S

*

‘antlcrpatlon of meaning from experlence. The teachers seemed

so attuned to readlng as a de"odlng or word callinrg process

3

that they falled to notice the most disturbing element of

David' s oral readlng ~- that he does not recognize that readlng
is a. pfocess of creatlng meanlng from prlnt. Conséquently,

many #f the teachers would’ engage Dav1d 1n an 1atrogenxc process,
s .

:‘one tﬂat makes the problem worse by treatlng 1t. -David is N

aereaéy relying too heavily, on graphlc cues, Another recycl-

’ing \ rough phonics will only exacerbate the problem. When
(v

D& vi falla to stop at the end of the flrst sentence to express
'ccnfh510n or make corrections, it should be recognlzed at once.

»

thaﬁ he is’ not in touch w1tH the primary objectlve 1n reading

+ ; 4

%

-~ gomprehension.
H . o
f
i
!
/




OFTEN waﬂ- SFF 1T WITH msm xmss. . IN THE PARK ARE

'ORAL,READING-PROTQCOLV
(Davip N.)

Jivir nea Fock
Tou AND_ Nen ! NEAR" A LARGE CITY -PAitn THEY

oA

—

dﬂh.ﬂ&’ ’ I‘m’iu?"‘

mw -am MAPLE mesx Tuepe 1 AW PICNIC

h

- GROWD GN' Tﬁﬁ' nxu,\mo THE VALLEY BELOH HAS A PRETTY

Mmd

LITTLE. ronm- Tue em.s Auuws auov mcums ms BOYS

*.

WHILE mev mL msm mw BOATS IN THE wmza. Homen;

-

AND quaa snuov PICNICS IN me nax,

\

AParagraph 4, Glimore Oral Reading Test, Johh V. Gzlmore,’

Harcourt, Brace and World, Inc. New Yoxrk, 1951 (out of
print)
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»

What the teachers did not know was that David, according

-to his records, had been recycled through phonlcs at least

i

three times and had developed the learned helple sness that one
Tan ! i
so often sees in long term correctlve readlng students (Thomas,

. 1979). Once his phonics knowledge Was viewed as a strength
A

rather than as a weakness, and he began’to work on exercises F

- that stressed readlng for meanlng us1ng his strength in phonlcs - 4

as a tool (e g./ using cloze process ?1th phonlc clues), he (fﬁ ) j§

“w

-

began to mzke rapld progress. ™

It is recognlzed‘ of c¢ourse, that some students do have
Sklll deficiences. What 1s«be1ng suggested is that skllls are

not suff1c1ent to meet the reading’ needs of mlddle and .
3 N ~ ..‘j:}_
secondarj scnool students. Consxstency between the corrective
- -7 %, 4 4
readlng program and- the regular readlng program calls for

L

“a & ‘{J» . \

lnstructlon not. only to- correct.real sklll deficiencies,. but to

1ntegrate ‘the skllls w1thsthe use of $trategies that parallel - "

instruction in content classroom§%~-'instruction that focuses , Z

on students strength§-rather than on their (presumed) wedknesses.

y .
. .

© @

There are sevekal»sﬁﬁrces of strength in students who have -~

need for corrective reading: experience, language facility,

‘

I3 o
e

_decoding‘skills, curiosity, capacity to reason. B \ -

el LY

T o e
[T e




%
i

Experience. By the time students reach the middle and

i

secondarxy school gredes, they have accumnlate@ a rich store
of experiences. This experiential strength may not Be liter-
ally and directly related to what is studiea in*school. How-
ever, if analyzed in reference to broadly ;esed concepts and
kprinciples that are worthy of stndy, students$’ exp%riences

£
have a high degree of relevance. - -

A positive approach to corrective reading utilizes -.
M - .

students' experiential strength in the study of-important‘

ideas. Instructlonal strategles are available to help

students make connectlons between their own experlences -

“and what they are studying in scheol. They learn that

w

there are many dimensions to a single experience: and their
own experience can enrich othérs even as, through reading, =

. their own can be enriched. ' .

i,
~

Language facxllty.n Students ‘have linguistic strengths.

They understand language.and can use it to communicate with

- others At least 1ntu1t1vely, they recognize that language

‘communzdatlon 1s\not just the product of a set of specxflc - E

skills but is a unified process used as a means to an ‘end ) B
rather than as an end in‘itself. f ) C e
A positive app¥oach to corrective reading builds on

this familiarity wit language and the ability to communicate )

with language. Instructional strategies are available to /

nelp students to understand that eachrsubject has its own




ne

N\, more familiar,'general language. These strategies acquaint

special language and that once they learn the vocabulary

they can communicate as easily in that language as in their

-

N\

and support its use as students discuss ideas that are central

students with special language from different disciplines

to an understanding of those disciplines.

iy

._Decoding skills. By the time students reach middle and

"ary schools they usually have had cons;derable exposure

iy e

to phonics. They recognize that there is a relationship be-
/

,,tween sounds ‘and symbols and can use their phonetic knowledge

to pronounce phonetically—regular words in meaningful ‘context.
/

'Further intensive phonics instruction at,Ehis level does not

N ©

appear to be as beneficial as the use of a whole language ap- :&'Jﬂ
proach that placns emphasis on the use of syntactic and semantic
\ . =
) cues as well as on graphic cues (Otto, l979) Indeed, there

- is evidence of a more dominant use of semantic and grammatical

. cues by high achieVing, comprehending reade;s. According to
Otto in : review of approaches to remedial reading for adoles=-
cents, inst:uétion which optimizes student use of syntactic

-and semantic cues appears to’facilitate student achievement .

more consistently than isolated phonics instruction. This:is

p;ohably because basic phonics skills lose their efficacy as '

'reading—naterials advance in difficulty, containing words and

concepts beyond the realm of student experience (S»ache, 1976)

- A positive apptoach to corrective reading acknowledges the
decoding skills that students bring to middle and secondary

schools and builds on{those skills rather than overemphasiZing




s

them. Instructional strategies are avallable to help stu-
dents realize that decoding is only a means to an end and that

the purpose. of reading is to comprehend theﬁ;ntended message.

AY

Curiosity. Students are naturally curious and inquisitive

”

belngs and with ‘that cur1051ty comes an ablllty to speculate,

to hypothesize, and to set purposes. This curiosity motlvates

a °

students to explore their personal. env1ronments and themselves,

-+

more than to explore the unknown concepts presented in the

1

various curricula studied in middle. and sccondafy schools.
Teachers, focu51ng on’ the latter rather than the former,
’conclude that students. "are not interested in learning."

A positive approach toiodrrective reading draws heavily

’"on students' natural curiosity. gInstructional strategies are

*l:: "‘-ﬁu

avallable to,tap into their ablllty to hypothe51ze or predict,

their lnterest in problemsgolving, their motivations for con-

firmation of their speculatibns, their need to know about con-

‘\

curring opinions. Through these strategles students develop

a heed for reading to satisfy their“need to know.

.t

Capacité to reasofi. ~ While we recognize that students are

not equa endowed with the capac1ty to reason, we belleve

AR S
the basic capacity is present in all. It is not our function
as teaéhers to teach our students "to think." 'They already
can do that. Rather, it is our function to teach them "how

to think," how to use their reasoning powers to the maximum.

Even students who have difficulty comprehending what they are *

. reading have the ability to reason about the information once

A,




.

L

they acquire it - either through reading or by alternate means.

Lack of reading skill does not automatically mean lack of

reasoning skilll, Indeed, the latter can be used to pPromote

the former.

% ’ i -
A positive approach to corrective reading builds on students'

7céBiiit&7to reason and. does not withold the utilization of this

T - A

natural capacityuntil the more unnatural act of reading is S

fully developed. Instructional strategies are available to )

4

stimulate students’ reasoning power. Coupled with their natu-

ral curiosi about the world around them, this reasoning power
creates in them a need to know that makes reading a natural and
'productlve means to an end rather than a rather dull end in
1tself. - : S

COnclusion. A positive approach to corrective reading
is one thet builds ‘on students'’ sérengths, severai‘of which -
were identified. As must be clear, these strengths are p{e:
sent in all students, not just in those whogneed correcﬁive. -
reading. Logically, then, these striengths should be tre basis %

for instruction in all areas, not solely in corrective reading.

< Recall that we mentioned the need for a parallel between

v - I

reading instruction in ccntent—area'classrocms,and in cor- |
o . * - - -—

rective reading classes. When the latter instruction is a

supplement to the former, there is consistency both in the

reading processes stressed and the 1nstruct10nal strategies

utilized. For that reason, we regularly repeated the state- .

ment that !Instructional strategies are available ..." to

X




build on students' strengths in corrective reading (Nelson,

-

1980; Herber, 1978; Herber and Nelson, 1975).
- s
These instructional strategies are demonstrably success-.

ful when integrated, in qonEéhtnarea classrooms, with in-
struction in the subject matter of the related curricula. ,
The¥ are equally applicable in corrective reading classes for

students who truly need additional readang 1nstruct10n.- While

. .

concentnatlng on the integration.. of skllls, whlle focuslnr on

- .

studentg'.strengths, and vhile’ guadlng'the study oﬁtgmportant

. - 3
concepts, reading’peachers can- providé correctivg'reading in-"

- .

structxon that is positive in 1ts approach, consistent with

students' needs, and lasting in its value. C,

- T %y
- .
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